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CHAPTER 1 
 INTRODUCTION 
Background and Setting 
Opportunities for higher learning, pursuing degrees, and scholarly research attract 
students and faculty from around the world to college campuses creating a concentration 
of diverse people, thought, and experiences. Colleges and Universities pride themselves 
on preparing leaders for the future through core curriculum, educational programming, 
leadership, and professional development opportunities; all of which are considered 
fundamental responsibilities of colleges and universities. Changing demographics of the 
United States has not only magnified the importance of preparing students for 
engagement in society and the workforce, it has additionally increased the importance of 
providing an education that values and fosters diversity  (Locks, Hurtado, Bowman, & 
Oseguera, 2008).  According to the Current Population Report by Colby and Ortman 
(2015) of the U.S. Census and U.S. Department of Commerce, non-Hispanic Whites are 
currently the majority group by race and ethnicity and by 2060 will decrease to 44 
percent making the non-Hispanic White population a minority group.  Some states such 
as California have already experienced changes is their state demographics and on 
college campuses. According to Guzman-Lopez (2015) between 2004 and 2014 
California State University enrollment of Mexican American students increased by 10 
percent. Similar trends are likely to occur in other states and college campuses across the 
country.  
To improve and encourage multiplicity on college communities and 
environments, institutions actively recruit diverse students. The implementation of 
affirmative action policies have also driven increased numbers of racial and ethnic 
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minority enrollment. Research supporting these efforts reveal that a racially diverse 
campus is a powerful method to teach realities of a multicultural world that students in 
the future will be working and living in (Astone and Wormach, 1990; Hall, 1981; 
Tierney, 1993; Chang, 2001). Nagda and Lopez (2004) claim that student’s motivation 
for participation in a heterogeneous and complex society increases when students interact 
with diverse students in the classrooms and the broad campus environment. Post college, 
Gurin (1999) found that young professionals that were exposed to diverse environments 
in college reported having greater diversity in personal and professional lives nine years 
post college completion. Decades of research show long-term benefits for students that 
are exposed to diversity, however, when transitioning to college student may not embrace 
the opportunities that are associated with a diverse campus. 
Due to documented disparities such as residential segregation and residential 
dissimilarities, pre-college students and entering freshman likely come from 
backgrounds, neighborhoods, and school districts consisting of similar racial and ethnic 
backgrounds (Fischer, 2008) as that of their own. Phenomena of social homophily, 
institutional racism, and residential segregation attribute to numbers of college students 
that come from backgrounds of similar socioeconomic, ethnic, and racial backgrounds 
(Fisher, 2008). Therefore when students transition to college, they may be encountering 
racially different individuals and cross-groups for the first time. Due to self-esteem and 
self-concept students of diverse backgrounds desire a sense of belonging (Walton & 
Cohen, 2011; Locks, Hurtado, Bowman, & Oseguera, 2008) and individuals may actively 
choose to associate and form close relationships with ‘like’ students rather than non ‘like’ 
students.   
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Although colleges and universities are at the forefront of acknowledging the 
importance of diversity, much of campus life experiences are based on ‘like’ qualities. 
Student assigned projects, university housing opportunities, intramural athletics, student 
organizations, and traditional campus events promote a homophily mentality among a 
college system of students who are heterogeneous. The intent of universities are 
purposeful as they seek methods of retaining students on their campus; unfortunately they 
become vulnerable to developing well-educated graduates with minimal experience 
working with individuals who think, believe, and look differently than themselves. As 
students come from communities and residencies of similar ethnic backgrounds, 
educational institutions must be aware and prepare themselves to become the haven of 
multicultural dynamics and promote opportunities for diverse thought.  
Common conditions and occurrences on campus that lack intimate exposure and 
interaction with diverse individuals could encourage implicit bias among students which 
does not prepare students to engage in a diverse society or workforce. Experiences of 
perception, attitudes, stereotypes, self-esteem, self-concept, racial colorblindness, and 
bias are linked to implicit modes and implicit social cognition (Greenwald & Banaji, 
1995; Greenwald & Krieger, 2006). Although these experiences are realties among 
students on college and university campuses, there is a lack of empirical research on 
these implicit processes at the institutional level.  
Need for the Study 
Friendship formations are impacted by status similarity, reciprocity and most 
influentially, homophily and feelings of closeness (Fischer, 2008). These occurrences 
provide explanations as to why most groups appear to be homogeneous by race and 
4	  
ethnicity than greater populations (McPherson, Smith-Lovin, and Cook, 2001). 
According to Borgatti & Cross (2003) homophily research suggests that people are more 
likely to have strong social ties with people they find similar to them based on socially 
important characteristics such as race, sex, education and age (Mardesen 1990; Zenger 
and Lawrence 1989).   Thus, students have natural tendencies to develop relationships 
with those that are similar to them and consequently, elements of skin tone, religious 
preference, and socio-economic status are the major dividing factors.  
The level of homophily that is instilled prior to arriving on a college campus 
forces a level of comfort in students to obtain like-minded relationships. Hence, many of 
campus based opportunities for students do not fundamentally support diverse thought 
and interactions; as opposed to the courses in which they are enrolled in. The mere 
presence of diversity on a campus is necessary but not enough; therefore it is critical to 
foster “experiences with diversity through cross-racial interaction in the classrooms, 
intergroup dialogues that bring students from diverse backgrounds together to discuss 
racial issues, and participation in multicultural campus events” (Gurin, Nagda, & Lopez, 
2004, p 18).  
Land grant universities desire to obtain a diverse student enrollment and while 
recognizing the need for recruitment and retention of minority students, many have 
responded with strategic plans to increase diversity (University of Illinois Urbana 
Champaign, 2014). Further efforts have resulted in establishment of multicultural affairs 
and diversity offices that have developed across the country. According to the University 
of Kentucky (UK) Institutional Research & Advanced Analytics (2016) in fall of 2015 
the College of Agriculture Food & Environment had an enrollment of 14.3 percent Black 
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or African American, the highest of all minority populations. This percentage of Black or 
African American students in the UK College of Agriculture, Food & Environment is 
higher than what is reflected across that nation. Given that there is a population of racial 
and ethnically diverse students, possibilities of initial implicit bias and prejudice behavior 
are great, which impacts student experiences, performance, and friendship formations.  
While there is substantial evidence and literature that supports having more 
racially diverse educational experiences for students, this area of research in education is 
relatively new and can be strengthened with empirical data (Denson & Chang, 2009). 
Furthermore, there is no documentation that exists of cross-group relationships being 
examined within a college of agriculture. This study seeks to determine if the Fast 
Friends Program (Aron, Melinat, Aron, Vallone, & Bator, 1997) would assist in reducing 
racial anxiety, implicitness, prejudice and racial color-blindness among a select group of 
entering college freshmen.   
Purpose of the Study 
The purpose of this study is to determine if the Fast Friends program would assist 
in lowering racial anxiety, implicitness, prejudice, and racial color-blindness among 
entering freshmen at the University of Kentucky’s College of Agriculture, Food & 
Environment. 
Research Questions  
The guiding research Objectives for this quantitative quasi-experimental, 
nonequivalent group design were:   
RO1: Describe the pre- and post- implicit theory of intelligence of the student 
participants.  
RO2: Describe the difference in the implicitness theory of intelligence of freshman 
College of Agriculture students before and after a Fast Friends Project intervention. 
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RO3: Describe the difference in the implicitness theory of intelligence of freshman 
College of Agriculture students that participated in the Fast Friends Project intervention 
and those that did not.  
RO4: Describe the pre- and post- color blindness racial attitude of the student 
participants.  
RO5: Describe the difference in the color blindness racial attitude of freshman College of 
Agriculture students before and after a Fast Friends Project intervention. 
RO6: Describe the difference in the color blindness racial attitude of freshman College of 
Agriculture students that participated in the Fast Friends Project intervention and those 
that did not. 
RO7: Describe the pre- and post- almost perfect scale of the student participants. 
RO8: Describe the difference in the almost perfect scale of freshman College of 
Agriculture students before and after a Fast Friends Project intervention. 
RO9: Describe the difference in the almost perfect scale of freshman College of 
Agriculture students that participated in the Fast Friends Project intervention and those 
that did not. 
RO10: Describe the pre- and post- communal orientation of the student participants. 
RO11: Describe the difference in the communal orientation of freshman College of 
Agriculture students before and after a Fast Friends Project intervention. 
RO12: Describe the difference in the communal orientation of freshman College of 
Agriculture students that participated in the Fast Friends Project intervention and those 
that did not. 
RO13: Describe the pre- and post- collective self-esteem of the student participants. 
RO14: Describe the difference in the Collective Self-Esteem of freshman College of 
Agriculture students before and after a Fast Friends Project intervention. 
RO15: Describe the difference in the Collective Self-Esteem of freshman College of 
Agriculture students that participated in the Fast Friends Project intervention and those 
that did not. 
Theoretical Framework 
Implicit bias, known in literature as implicit memory, implicit psychology, 
implicit social cognition or commonly referred to as unconscious bias, is an automatic 
and involuntary attitude or stereotype formed through cognitive processes. Explicit bias, 
unlike implicit bias, is an active and conscious affirmation of attitude. Implicit attitudes 
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are formed through internally unidentified reminiscences of former experiences “that 
mediate attributions of qualities to members of social categories” (Greenwald and Banaji, 
1995 p. 15). Exposure to environmental stimuli and memory impulsively activate and 
trigger an implicit attitude or implicit bias (Nosek et al. 2007; Stepanikova, Triplett, & 
Simpson 2011). Expression of implicit bias may prevent the formation of closeness and 
friends of members of out-group populations. 
Definition of Terms 
Cross-Group – Members of different groups (Page-Gould, Mendoza-Denton, 
Alegre, Siy, 2010) that can be differentiated by social, cultural, or racial ethnic 
composition characteristics.  
Implicit Cognition – Without self-reporting or introspection, implicit cognition 
occurs when traces of previous experiences impact some performance, even when the 
impactful previous experience is not remembered (Greenwald & Banaji, 1995).  
Implicit Attitude – Attitudes that are favorable or unfavorable about an object that 
can be people, places, or policies (Greenwald & Banaji, 1995). 
Racial Anxiety  – Discomfort towards an experience and potential consequences 
due to interracial interaction (Godsil, Rachel, Tropp, Goff, & Powell, 2014). 
Racial Color Blindness – The belief that membership of racial group and 
differences based on race are not considered when making decisions, formulating 
impressions, and behaviors are acted (Apfelbaum, Norton, & Sommers, 2012).    
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Limitations
 This experiment is pilot study with the purpose of investigating if the Fast Friends 
intervention will assist in the lowering of racial anxiety, implicitness, prejudice, and 
racial color-blindness among entering freshmen at the University of Kentucky’s College 
of Agriculture, Food & Environment. It is assumed that the entire participant population 
in this study were college freshman enrolled in the College of Agriculture, Food & 
Environment at the University of Kentucky between the ages of 18-19 that identify as 
African American or Caucasian.  
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CHAPTER 2 
REVIEW OF THE LITERATURE 
Theoretical Framework 
Although implicitness is a relatively modern theory, fundamental ideas related to 
the discipline have been questioned, explored, and modified by humans for centuries. The 
first notions of consciousness begin with the Plato and Aristotle (Payne & Gawronski, 
2015) and the path to implicit social cognition, at best obscure, sources from early ideas 
of conscious and later unconscious memory.  Daniel Schacter (1987), developed a 
historical survey on the formation of what became known as implicit memory. Schacter 
identifies early implications of the implicit memory process sourcing from Descartes in 
his writings The Passions of the Soul (1649). Descartes referenced a child’s frightening 
experience imprinting on his brain and remaining there for the rest of his life without the 
child remembering it in the future (Haldane & Ross, 1967; Schacter, 1987). At this point, 
the philosophical significance of this scenario was not investigated; however, Descartes 
did affirm conditions associated to an indirect memory association (Schacter, 1987).  
Century’s later conditions of memory and cognition would be further investigated.  
According for Schacter (1987), in the 19th century two terminologies were developed 
related to physiology and psychology: unconscious cerebration and organic memory. 
Prior to the development of these terminologies, explicit memory and consciousness were 
widely accepted processes in social sciences and were considered the dominant mode of 
cognitive functions.  
Unconscious cerebration. 
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In the early 1900s when considering mental life, consciousness was expressed as 
fully conscious, vaguely conscious cerebration and unconscious cerebration (Pierce, 
1906). Fully conscious cerebration was defined as a conscious process that is expected 
when an individual actively gets something into consciousness and vaguely conscious 
cerebration is associated partially with consciousness and subconscious awareness 
(Pierce, 1906). Schacter (1987) identifies William Carpenter as the originator of the term 
unconscious cerebration. Carpenter describes unconscious cerebration as activity of the 
mind that takes place away from awareness (Carpenter, 1874; Schacter, 1987). It became 
rare to witness expressions of ‘unconscious’ in literature as it lost much popularity due to 
the over use of ‘subconscious’ as an explanatory principle (Pierce, 1906). Although there 
was debate on whether the expression unconscious cerebration should be used concerning 
mental life, this early terminology preludes concepts related to what is now known as 
implicitness. 
Organic memory. 
A physiologist and critic of conscious and explicit memory, Edwald Hering 
established a form of memory known as organic or unconscious memory (Hering, 1920; 
Schacter, 1987). Schacter indicates that, “Hering argued that it is necessary to consider 
unconscious memory, which is involved in involuntary recall, the development of 
automatic and unconscious habitual actions…”(Schacter, 1987 p. 503).  Hering 
recognized that there was another component to memory that occurred automatically and 
without awareness, followed by an action. These arguments by Hering launched future 
research in organic memory and its association to conscious memory (Schacter, 1982; 
Schacter 1987). 
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Priming effect. 
Implicit memory and implicit perception propelled in literature through cognitive 
research. Specifically stemming from research on patients with amnesic syndrome or 
damage to medial temporal lobe and diencephalon (Kihlstromg, Barnhardt, & Tataryn, 
1992). Prior to this research the process of remembering was strictly associated with 
conscious or explicit retrieval and was supported by conventional memory testing where 
responses correlate with a specific experience (Graf & Schafter, 1985). On tests that did 
not relate to a specific experience, such as word completion, (Graf & Schafter, 1985) 
word stem, or other fragments (Kihlstromg, Barnhardt & Tataryn, 1992), results were 
inconsistent to traditional memory tests. Tests that did not relate to a specific experience 
(i.e. word completion, word stem, and fragments) were conducted on patients with 
amnesia. On word completion and word fragments, amnesia patients were presented tests 
in two different ways. One, being tested on previously studied words, and the other, being 
tested on new words (Kihlstromg, Barnhardt & Tataryn, 1992). “When required to 
complete fragments of recently presented words, subjects succeed more often with 
presented words than with new words,” (Graf & Schafter, 1985, p. 501). This 
performance and phenomena is known as direct priming effect (Cofer, 1967; Craner, 
1966; Graf & Schafter, 1985). Priming effect, “shows clearly that some information has 
been retained from a study episode, despite the patient’s failure of conscious recollection. 
Priming would not occur if the event not made some sort of lasting impression in 
memory,” (Kihlstromg, Barnhardt & Tataryn, 1992, p. 3). Thus, when an individual is 
exposed to an episode or form of stimuli, the exposure influences a later response to a 
future stimulus or episode.  The exposure to an episode or stimulus that causes a response 
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is what is known as priming. Research such as, Jacoby and Dallas (1981), show that one 
does not have to be diagnosed with amnesia to express priming in conscious memory 
pathways (Kihlstromg, Barnhardt & Tataryn, 1992). Therefore the process of priming 
effect and its results also occur in individuals that do not have cognitive disabilities.  
Based upon discoveries of priming, two pathways of memory were specified by 
Graf and Schacter (1985) in experimental situations. The first expression, explicit 
memory, that was well known in literature is experimentally defined as “conscious 
recollection of recently presented information, as expressed on traditional tests of free 
recall, cued recall, and recognition,” (Graf & Schacter, 1987, p. 501) that require 
conscious recall from a previous experience (Graf & Schacter, 1985). The second 
pathway, which is associated with and facilitated by priming, was coined by Graf and 
Schacter (1985) and called implicit memory. Implicit memory is experimentally defined 
as being, “revealed when performance on a task is facilitated in the absence of conscious 
recollection,” (Graf & Schacter, 1985, p. 501).  Schacter (1987) identified that implicit 
memory was similar to psychological terms in literature known as unconscious memory 
(Frued & Breuer, 1966; Prince, 1914) and unaware memory that were defined as memory 
without awareness (Eriksen, 1960; Jacoby & Witherspoon, 1982). These descriptors 
encompass what Graf and Schacter (1985, 1987) and Schacter and Graf (1986a, 1986b) 
have named implicit memory.  Schacter (1987) indicated that terminologies such as 
unconscious and unaware have multiple psychological associations and meanings 
(Bowers, 1984; Ellenberger, 1970; Eriksen, 1960) which led to the selection of the less 
ambiguous term, implicit memory.  
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In cognitive psychology and neuropsychology, explicitness and now implicitness 
became legitimate expressions in memory and recollection.  According to Kihlstromg, 
Barnhardt, & Tataryn, (1992) theorist (e.g., Scacter, 1987; 1991; Tulving & Scacter, 
1990) argued that explicit and implicit memories operate independently in the brain. 
Other researchers opposed this concept which encouraged additional research on implicit 
memory. Through much exploration and research cognitive and social psychology has 
been transformed by theories of implicit social cognition (Payne and Gawaronski, 2015).  
Growing Importance of Implicit Bias 
There are multiple reasons why implicit theory has dominated psychology, and 
scientific communities are not the only groups that have recognized the importance of 
implicitness. With more research supporting that many mental processes occur outside of 
consciousness, or implicitly (Greenwald & Banaji, 1995), the more society has 
recognized the value and impact implicitness has on everyday activities. Studies show 
that implicitness not only influences memory but additionally impacts perception, 
attitudes, stereotypes, self-esteem, and self-concept (Greenwald & Krieger, 2006). Self-
esteem and self-concept can promote strong positive attitudes of individuals and groups 
that have shared characteristics (Banji & Heiphetz, 2010) leading to implicit egotism 
(National Center for State Courts, 2012) which increases the likelihood of social 
homophily in everyday life. Comprehension of implicitness in its multiple forms is 
especially critical when considering cultural settings, workforce environments, and 
criminal justice. According to the National Center for State Courts (2012) specific 
examples of implicit bias in the real world include: police officers in the decision to 
shoot, medical physicians making treatment decisions, managers in the hiring process, 
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judges and jurors on capital punishment and sentencing, voters and general decision 
making.  
Implicit Bias in Education 
Colleges and universities prepare students for future careers, life experiences, and 
social interactions that are enhanced by providing students with a diverse education 
(Locks, Hurtado, Bowman, & Oseguera, 2008). The changing demographic of the United 
States population has increased the need for education that fosters diversity of 
experiences and thought. Prior to college students are likely to come from backgrounds of 
similar socio-economic, ethnic, and racial identities (Fisher, 2008) that have been 
conditioned due to social homophily, institutional racism, and residential segregation. It 
is likely that incoming freshman at universities may be exposed to cross-group 
populations for first time after entering college.  Furthermore, due to the need for a sense 
of belonging (Walton & Cohen, 2011; Locks, Hurtado, Bowman, & Oseguera, 2008) 
students are likely to form relationships with students that have ‘like’ attributes rather 
that those that are different. This social homophily behavior encourages opportunity 
implicit bias to happen among student groups. Conditions of perception, attitudes, 
stereotypes, self-esteem, self-concept, racial colorblindness, and bias are all linked to 
implicit social cognition (Greenwald & Krieger, 2006) and occur within student 
populations. Despite this knowledge there is a lack of research on implicit social 
cognition among student populations and never before has this been researched in an 
agricultural college were these conditions are even more likely to occur due to enrollment 
of rural and non-traditional students. This study seeks to determine if a procedure, based 
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on closeness and friends, would lower racial anxiety, implicitness, prejudice, and racial 
color-blindness among first year cross group college students.  
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CHAPTER 3 
METHODOLOGY 
The purpose of this study is to determine if the Fast Friends program would assist 
in lowering racial anxiety, implicitness, prejudice, and racial color-blindness among 
entering freshmen at the University of Kentucky’s College of Agriculture, Food & 
Environment. This study obtained approval from the Office of Research Integrity at the 
University of Kentucky with the approval number 15-0672. For their participation, 
treatment group members were offered a monetary reward of $50 and the control group 
were offered $25.  
Purpose and Objectives 
The purpose of this study is to determine if the Fast Friends program would assist 
in lowering racial anxiety, implicitness, prejudice, and racial color-blindness among 
entering freshmen at the University of Kentucky’s College of Agriculture, Food & 
Environment. 
The author developed the following research objectives and hypothesis to evaluate…  
Research Objective 1: Describe the pre- and post- implicit theory of intelligence of the 
student participants.  
Research Objective 2: Describe the difference in the implicitness theory of intelligence of 
Freshman College of Agriculture students before and after a Fast Friends Project 
intervention. 
Research Objective 3: Describe the difference in the implicitness theory of intelligence of 
Freshman College of Agriculture students that participated in the Fast Friends Project 
intervention and those that did not. 
Research Question 4: Describe the pre- and post- perfect scale of the student participants. 
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Research Objective 5: Describe the difference in the almost perfect scale of freshman 
College of Agriculture students before and after a Fast Friends Project intervention 
Research Objective 6: Describe the difference in the almost perfect scale of freshman 
College of Agriculture students that participated in the Fast Friends Project intervention 
and those that did not.  
Research Question 7: Describe the pre- and post- color blindness racial attitude of the 
student participants.  
Research Objective 8: Describe the difference in the color blindness racial attitude of 
Freshman College of Agriculture students before and after a Fast Friends Project 
intervention. 
Research Objective 9: Describe the difference in the almost perfect scale of freshman 
College of Agriculture students that participated in the Fast Friends Project intervention 
and those that did not. 
Research Question 10: Describe the pre- and post- communal orientation of the student 
participants. 
Research Objective 11: Describe the difference in the communal orientation of freshman 
College of Agriculture students before and after a Fast Friends Project intervention 
Research Objective 12: Describe the difference in the communal orientation of freshman 
College of Agriculture students that participated in the Fast Friends Project intervention 
and those that did not. 
Research Question 13: Describe the pre- and post- collective self-esteem of the student 
participants. 
Research Objective 14: Describe the difference in the collective self-esteem of freshman 
College of Agriculture students before and after a Fast Friends Project intervention. 
Research Objective 15: Describe the difference in the collective self-esteem of freshman 
College of Agriculture students that participated in the Fast Friends Project intervention 
and those that did not. 
Fast Friends Procedure 
The purpose of this study was to discover if exposure to an intervention would 
change racial anxiety, implicitness, prejudice, and racial color-blindness among student 
participants.  The intervention selected for this study was the Fast Friends program. This 
program was originally developed and validated by Aron, Melinat, Aron, Vallone, and 
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Bator (1997) to examine interpersonal closeness of cross-cultural groups and to identify 
the characteristics of a relationship that could be manipulated variables (Aron, et al., 
1997).  The variables for this specific intervention were selected to evaluate perceived 
intelligence, perfectionism, color blindness, care for others, and self-confidence in social 
settings. These variables are all indicators of implicitness allowing the researcher to 
measure potential change in implicit bias of students. This program was originally 
inspired by the work of Collins and Miller (1994) on self-disclosure, resulting in the 
researchers recognizing a need for a procedure that expanded to on-going interactions of 
partners. The need for expanded interaction sculpted the overarching procedural purpose 
of encouraging a feeling of closeness between individuals (Aron et al., 1992; Aron, Aron, 
Tudor, & Nelson, 1991), defined as “including others in the self--an interconnectedness 
of self and other,” (Aron, et al., 1997). After later modification by Page-Gould, Elizabeth, 
Mendoza-Denton, Rodolfo, Tropp, and Linda (2008), this procedure became known as 
Fast Friends. This process has impacted the scientific community by allowing social 
physiological research to: 1) measure individual difference variables before, during or 
after interactions, 2) control who is in the relationship, 3) directly manipulate relationship 
variables, and 4) created a setting that can be observed (Aron, et al., 1997). 
Research Design 
This study was a quasi-experimental, nonequivalent group design that sought to 
explore the effects that the Fast Friends program on a select group of students.  In a 
nonequivalent quasi-experimental design the experimental groups and the control group 
are not randomly selected and both groups are required to take a pretest and posttest 
evaluation (Creswell, 2014). The control group did not receive the Fast Friends program, 
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was not place in a cross-group pair, and was only administered a pre- assessment and 
post-assessment questionnaire.  At the beginning of the semester, the treatment group 
received a pre- assessment questionnaire and later, a post-assessment questionnaire. 
Between the pre-assessment and the post- assessment, the treatment group was exposed 
to the Fast Friends program. For the Fast Friends program, individually paired same sex 
cross groups of African American and Caucasian students, met and interacted three times 
throughout the semester. At the conclusion of the third and final meeting, the students 
took as post-assessment questionnaire. In total, there was seven weeks between the 
treatment group’s first and last interaction.  
Instrumentation 
The protocol for this experiment was originally developed by Aron et al. (1997) 
as a procedure for measuring experimental interpersonal closeness and was later modified 
by Page-Gould et al. (2008).  The pre- and post- assessment questionnaires for both the 
treatment group and the control group were identical and were based on the Fast Friends 
experiential protocol (Page-Gould et al, 2008). The researcher selected the following 
measures for the questionnaire: 1) implicit theory of intelligence, 2) almost perfect scale, 
3) color blind racial attitude scale, 4) communal orientation, and 5) collective self-
esteem.  See appendix C for each questionnaire and measures. 
Implicit theory of intelligence. 
Implicit theory of intelligence evaluates whether an individual believes their 
intelligence is fixed or if their intelligence and ability can change.  Implicit theory of 
intelligence originated from Dweck and his colleagues (Dweck and Leggett, 1988; 
Dweck, 1999) and is centered upon the idea that a person’s intelligence is a recognized as 
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a malleable trait (Abd-El-Fattah & Yates, 2006). The Implicit Theory of Intelligence 
reveals two mental factors entity and incremental (Dweck, 1999). Individuals that believe 
that intelligence is fixed are characteristic of entity and those that believe intelligence is 
malleable and can accumulate are characters of an incremental mindset (Blackwell, 
Trzeniewski & Dweck, 2007).  If an individual believes that intelligence is fixed (entity), 
it is likely that with or without a social intervention, their implicit mindset will not 
change. Conversely, if an individual believes their intelligence can change (incremental), 
it is possible that their implicit mindset and their ability can be altered due to an 
intervention.  
Almost perfect scale. 
The almost perfect scale reveals characteristics associated with perfectionism. 
Those that obtain perfectionist qualities are either maladaptive or adaptive, while those 
that are not perfectionist are identified as non-perfectionists.  Maladaptive individuals 
strive for unattainable ideals and adaptive individuals are express flexibility based upon 
their motivation to achieve. Non-perfectionists are not naturally goal oriented and are not 
motivated by achievement. According to these classifications, in social settings 
maladaptive and non-perfectionist individual may not naturally adjust to the conditions 
associate with a social interaction, while adaptive individuals can alter their behaviors to 
match a setting. Therefore if an individual’s implicitness does not change, it could be due 
to having a maladaptive or non-perfectionist identity, and if an individual’s implicitness 
does change, it could be due to obtaining an adaptive identity.  
Classification of perfectionism in human culture was explored and classified by 
Mislildine (1963) and Hamcheck (1978) and classified as “positive/negative, 
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normal/neurotic, adjustive/nonadjustive,” (Aydin, 2013). Measurement of perfectionism 
began with Frost et al. (1990) with the multidimensional perfectionism scale and later 
was modified by Hewitt & Flett (1991) evaluating individual’s perceptions of their 
performance and attitudes and of others (Wang & Slaney 2015). The Almost Perfect 
Scale was originated by Slaney and Ashby (1996) resulting in three different patterns: 
High Standards, Order, and Discrepancy that differentiate individuals as having adaptive 
and maladaptive perfectionism.  
Color-blind racial attitude. 
Sculpted by the defining characteristics by Schofield (1986) and Frankenberg 
(1993) on color-blind racial attitudes, the Color-blind racial attitude scale was developed 
and validated by Neville, Lilly, Lee, Duran & Browne (2000). Aspects of color-blind 
racial attitude are similar to what is commonly referred to as racial color blindness. The 
scale is based on the following assumptions: 
“(a) racism exists on structural and ideological levels (Thompson & Neville, 
1999); (b) racism creates a system of advantages for Whites, mainly White elite, 
and disadvantages for racial and ethnic minorities (cf. Thompson & Neville, 
1999); (c) denial of these realities is the core component of color-blind racial 
attitudes; (d) people across racial groups can maintain a color-blind perspective; 
and (e) color-blind racial attitudes are cognitive in nature; they are part of a 
cognitive schema used to interpret racial stimuli,” (Neville, et. al., 2000, p. 61).  
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With these grounded assumptions focus around racial attitudes and awareness, the 
CoBRAS the evaluate individuals on three components: racial privilege, intuitional 
discrimination, and blatant racial issues (Neville, et al., 2000; Sobottka, 2010).    
Communal orientation. 
Communal orientation measures how much an individual care for another’s 
wellbeing and how much one may value another person’s needs or feelings. Created by 
Clark, Ouellette, Powell, & Millberg (1987) communal orientation was formed upon the 
assumption that in relationship rules influence giving and receiving of benefits depending 
on the type of relationship. Specifically According to Clark, Ouellette, Powell, & 
Millberg (1987) high levels of communal orientation are associated with people who are 
more helpful than individuals with low communal orientation. Based upon results of the 
pre-and post-assessment, if the communal orientation of an individual increases, the 
intervention may have increased their care, empathy, and willingness to help others of 
different racial ethnic backgrounds. If communal orientation does not change, then the 
intervention had no impact on how much an individual cares for others. 
Collective self-esteem. 
Personal identity and social identity are a distinct attributes of Tajfel and Turner’s 
social identity theory, meaning that social and personal are each apart of the construction 
of one’s identity (Riia & Crocker, 1992). However theories in social psychology on self-
esteem were consider a self-concept and individualistic (Riia & Crocker, 1992). Riia & 
Crocker (1992) argued that individualistic attributes of self-esteem only revealed part of 
one’s self-concept and social behavior. In order to develop an approach to evaluating 
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self-esteem that assesses individual difference of collective, Riia & Crocker (1992) 
developed the collective self-esteem (CSE & CSE-R) scale.  Collective self-esteem 
evaluates self-perception from how an individual interacts in social groups or with others. 
After exposure to the intervention, if collective self-esteem increases, the confidence and 
comfortability of individuals interacting with those that are different has increased. If 
collective self-esteem decreases, then the confidence and comfortability of interacting 
with those that are different has decreased.  
Study Population 
All students in this study were declared in a major within the College of 
Agriculture, Food & Environment and identified their racial ethnic composition as 
African American or Caucasian. The treatment group consisted of Caucasian and African 
American incoming freshman at the University of Kentucky, College of Agriculture, 
Food, & Environment. The Control group will consist of the same demographic of 
students. Due to inconsistent attendance for the treatment group population was (n=5) 
African Americans and (n=5) Caucasians and the control group consisted of (n=2) 
African Americans and (n=3) Caucasian.  
Research Setting 
The research process occurred at the Garrigus Building located at University of 
Kentucky, College of Agriculture, Food, and Environment campus. Treatment students 
took the pre-and post-assessment composed of implicitness questionnaire, the color blind 
racial attitude survey, almost perfect scale, communal orientation scale, and the collective 
self-esteem scale in a computer lab in the Garrigus Building. The paired individuals of 
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the treatment group met three times throughout fall and spring semester in secluded 
meeting rooms to minimize external noise and distractions.  During the first two meetings 
the individual pairs were voice recorded and during the final meeting pairs were video 
recorded. The control group also completed the questionnaires in the Garrigus Building 
computer lab.  
Research Procedures 
After participants were selected, the students chose a date and time to meet the 
investigators on three different occasions. For the treatment group, based on their 
availability, students were scheduled to meet three times throughout the semester.  At 
each of the meetings the participants were matched in single pairs with another 
participant of similar age and sex, but not of race. For example, Caucasian male and 
African American male. The participants remained in the same pair for all three 
meetings.  Data was collected via online survey (Survey Monkey®) and proctored was by 
the research assistant in an on campus computer lab. 
Meeting one. 
At the participant's first meeting, they completed the pre-assessment – composed 
of implicitness questionnaire, the color blind racial attitude survey, almost perfect scale, 
communal orientation scale, and the collective self-esteem scale. Also during the first 
meeting, the paired participants met in a room and discuss a series of questions (See 
Appendix C), pre-designed by the Fast Friends program. The students were voice 
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recorded and wore heart monitors to evaluate their anxiety levels during the 
conversations.  Results from the heart monitors are reported in another study. 
Meeting two. 
The individually paired participants met in the designated room to discuss the 
second round of topic questions (see Appendix C). The meeting was voice recorded 
students and heart monitors. Results from the heart monitors are reported in another 
study.  
Meeting three. 
During the third and final meeting, the paired participants met for a social 
interaction by playing a Jenga game. They were not given prompted questions, were 
video recorded and wore heart monitors. Results from the heart monitors are reported in 
another study. Following the interaction, the participants completed a post-assessment 
that was identical to the pre-assessment survey.  
Data Analysis 
The quantitative data were analyzed using Statistical Package for the Social 
Sciences® (SPSS) 24 for Windows.  
RO1: Describe the pre- and post- implicit theory of intelligence of the student 
participants. ANOVA analysis was used to identify descriptive statistics. 
RO2: Describe the difference in the implicitness theory of intelligence of 
Freshman College of Agriculture students before and after a Fast Friends Project 
intervention. To describe the differences, a t-test was utilized.   
RO3: Describe the difference in the implicitness theory of intelligence of 
Freshman College of Agriculture students that participated in the Fast Friends 
Project intervention and those that did not. ANOVA analysis was utilized to 
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identify whether there was a statistically significant difference between our group 
means.  
RO4: Describe the pre- and post- color blindness racial attitude of the student 
participants. ANOVA analysis was used to identify descriptive statistics. 
RO5: Describe the difference in the color blindness racial attitude of freshman 
College of Agriculture students before and after a Fast Friends Project 
intervention. To describe the differences, a t-test was utilized.   
RO6: Describe the difference in the color blindness racial attitude of freshman 
College of Agriculture students that participated in the Fast Friends Project 
intervention and those that did not. ANOVA analysis was utilized to identify 
whether there was a statistically significant difference between our group means. 
RO7: Describe the pre- and post- almost perfect scale of the student participants. 
ANOVA analysis was used to identify descriptive statistics. 
RO8: Describe the difference in the almost perfect scale of freshman College of 
Agriculture students before and after a Fast Friends Project intervention. To 
describe the differences, a t-test was utilized.   
RO9: Describe the difference in the almost perfect scale of freshman College of 
Agriculture students that participated in the Fast Friends Project intervention and 
those that did not. ANOVA analysis was utilized to identify whether there was a 
statistically significant difference between our group means.  
RO10: Describe the pre- and post- communal orientation of the student 
participants. ANOVA analysis was used to identify descriptive statistics. 
RO11: Describe the difference in the communal orientation of freshman College 
of Agriculture students before and after a Fast Friends Project intervention. To 
describe the differences, a t-test was utilized.   
RO12: Describe the difference in the communal orientation of freshman College 
of Agriculture students that participated in the Fast Friends Project intervention 
and those that did not. ANOVA analysis was utilized to identify whether there 
was a statistically significant difference between our group means.  
RO13: Describe the pre- and post- collective self-esteem of the student 
participants. ANOVA analysis was used to identify descriptive statistics. 
RO14: Describe the difference in the Collective Self-Esteem of freshman College 
of Agriculture students before and after a Fast Friends Project intervention. To 
describe the differences, a t-test was utilized.   
RO15: Describe the difference in the Collective Self-Esteem of freshman College 
of Agriculture students that participated in the Fast Friends Project intervention 
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and those that did not. ANOVA analysis was utilized to identify whether there 
was a statistically significant difference between our group means. 
To the quantitative ANOVA output, it is recommended (Snedecor & Cochran, 
1989) that any analysis of variance be complemented with model validation. According 
to Snedecor and Cochran (1989), model validation is the most important step in the 
model building sequence. For this study, a run sequence plot and a normal probability 
plot of the residuals was performed and no errors were determined; thus variance was 
assumed.  
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CHAPTER 4 
RESULTS 
Research Objectives 
RO1: Describe the pre- and post- implicit theory of intelligence of the student 
participants.  
RO2: Describe the difference in the implicitness theory of intelligence of 
Freshman College of Agriculture students before and after a Fast Friends Project 
intervention. 
RO3: Describe the difference in the implicitness theory of intelligence of 
Freshman College of Agriculture students that participated in the Fast Friends 
Project intervention and those that did not.  
RO4: Describe the pre- and post- color blindness racial attitude of the student 
participants.  
RO5: Describe the difference in the color blindness racial attitude of freshman 
College of Agriculture students before and after a Fast Friends Project 
intervention. 
RO6: Describe the difference in the color blindness racial attitude of freshman 
College of Agriculture students that participated in the Fast Friends Project 
intervention and those that did not. 
RO7: Describe the pre- and post- perfect scale of the student participants. 
RO8: Describe the difference in the almost perfect scale of freshman College of 
Agriculture students before and after a Fast Friends Project intervention 
RO9: Describe the difference in the almost perfect scale of freshman College of 
Agriculture students that participated in the Fast Friends Project intervention and 
those that did not. 
RO10: Describe the pre- and post- communal orientation of the student 
participants. 
RO11: Describe the difference in the communal orientation of freshman College 
of Agriculture students before and after a Fast Friends Project intervention 
RO12: Describe the difference in the communal orientation of freshman College 
of Agriculture students that participated in the Fast Friends Project intervention 
and those that did not. 
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RO13: Describe the pre- and post- collective self-esteem of the student 
participants. 
RO14: Describe the difference in the Collective Self-Esteem of freshman College 
of Agriculture students before and after a Fast Friends Project intervention. 
RO15: Describe the difference in the Collective Self-Esteem of freshman College 
of Agriculture students that participated in the Fast Friends Project intervention 
and those that did not. 
Findings 
Research Objective 1: Describe the pre- and post- implicit theory of intelligence of 
the student participants. 
Research objective one sought to describe pre- and post- results for the implicit 
theory of intelligence assessment. Table 4.1 describes the control group and the treatment 
group. As shown, (n=15) total number of students, consisting of (n=5) control group and 
(n=10) treatment group. For the Implicit Theory of Intelligence the control group pre-
assessment reported a mean of 3.7 (SD=.16).  The control group post-assessment reported 
a decrease in mean value at 3.4 (SD=2.5). The treatment group mean value for both the 
pre-and post-assessment were lower than the reported control mean values. The treatment 
group reported a pre-assessment a mean of 3.4 (SD=.49) and a lower post- assessment of 
3.3 (SD=.55).  
Research Objective 2: Describe the difference in the implicitness theory of 
intelligence of Freshman College of Agriculture students before and after a Fast 
Friends Project intervention. 
Research objective 2 sought to describe the difference in implicit theory of 
intelligence of college freshman before and after the Fast Friends intervention. Table 4.1 
describes the control group and the treatment group. There was no significant difference 
in the control group pre-assessment 3.7 (SD = .16) and post-assessment 3.4 (SD = 2.5); 
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conditions; t (6.75) = 1.99, p = 0.89. There was no significant difference in the control 
group pre-assessment 3.4 (SD=.49) and post-assessment 3.3 (SD=.55); conditions; t 
(14.5) = .49, p = 0.64. 
Research Objective 3: Describe the difference in the Implicit Theory of Intelligence 
of Freshman College of Agriculture students that participated in the Fast Friends 
Project intervention and those that did not.  
Research objective 3 sought to describe the difference in implicitness theory of 
intelligence of freshman college students that participated in the Fast Friends intervention 
and those that did not. Table 4.1 describes the control group and the treatment group. An 
analysis of variance between the treatment and control group showed F = .69 with; df = 3 
and  2 = .037. There was a non-significant difference in the treatment and control group 
on implicitness with a mean square of 0.14 [F(3,26) = .69, p = .57]. 
Table	  4.1	  	  
Student	  Participants	  Implicitness	  by	  Experimental	  Group	  (n=15)	  
Characteristic	  	  	   Control	   Treatment	  
Implicit	  Theory	  of	  
Intelligence	  	  
m(SD)	   m(SD)	  
Pre-­‐Assessment	   3.7(.16)	   3.4(.49)	  
Post-­‐Assessment	   3.4(2.5)	   3.3(.55)	  
t-­‐score	   1.99	   .49	  
F=.69;	  df	  =	  3;	  R2 =	  .04	  
Research Question 4: Describe the pre- and post- Almost Perfect Scale of the 
student participants.  
Research objective 4 sought to describe the pre- and post- almost perfect scale of 
the student participants. Table 4.2 describes the control group and the treatment group. 
As shown, (N=15) total number of students, consisting of (n=5) control group and (n=10) 
treatment group. For the color blindness racial attitude the control group pre-assessment 
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reported a mean of 5 (SD=.91). The control group post-assessment reported an increased 
mean value at 5.1 (SD=.64). The treatment group mean value for both the pre-and post-
assessment were lower than the reported control mean values. The treatment group 
reported a pre-assessment a mean of 4.5 (SD=.75) and a greater post- assessment of 4.7 
(SD=.65). 
Research Objective 5: Describe the difference in the Almost Perfect Scale of 
Freshman College of Agriculture students before and after a Fast Friends Project 
intervention.  
Research objective 5 sought to describe the difference in almost perfect scale 
college freshman before and after the Fast Friends intervention. Table 4.2 describes the 
control group and the treatment group. There was no significant difference in the control 
group pre-assessment 5 (SD=.91) and post-assessment 5.1 (SD=.64); conditions; t (3.45) 
= -.23, p = 0.83. There was no significant difference in the control group pre-assessment 
4.5 (SD=.75) and post-assessment 4.7 (SD=.65); conditions; t (14.5) = .49, p = 0.64. 
Research Objective 6: Describe the difference in the Almost Perfect Scale of 
Freshman College of Agriculture students that participated in the Fast Friends 
Project intervention and those that did not. 
Research objective 3 sought to describe the difference in almost perfect scale of 
freshman college students that participated in the Fast Friends intervention and those that 
did not. Table 4.2 describes the control group and the treatment group. An analysis of 
variance between the treatment and control group showed F = .98 with; df = 3 and  2 = 
.003. There was a non-significant difference in the treatment and control group on almost 
perfect with a mean square of 0.51 [F(3,25) = .98, p = .42]. 
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Table	  4.2	  	  
Student	  Participants	  Almost	  Perfect	  Scale	  by	  Experimental	  Group	  (n=15)	  Characteristic	  	  	   Control	   Treatment	  Almost	  Perfect	  Scale	   m(SD)	   m(SD)	  Pre-­‐Assessment	   5(.91)	   4.5(.75)	  Post-­‐Assessment	   5.1(.64)	   4.7(.65)	  t-­‐score	   -­‐.23	   -­‐.65	  F=.98;	  df	  =	  3;	  R2=	  .003	  
Research Question 7: Describe the pre- and post- Color Blind Racial Attitude of the 
student participants.  
Research objective 7 sought to describe the pre- and post- color blindness color 
blind racial attitude of the student participants. Table 4.3 describes the control group and 
the treatment group. As shown, (N=15) total number of students, consisting of (n=5) 
control group and (n=10) treatment group. For the color blindness racial attitude the 
control group pre-assessment reported a mean of 3.5 (SD=.25).  The control group post-
assessment mean value at 3.6 (SD=.64) increased from the pre-assessment. The treatment 
group mean value for the pre- assessment was greater than the control group pre-
assessment mean, and post-assessment mean was equal to the control post-assessment 
mean. The treatment group reported a pre-assessment a mean of 3.6 (SD=.36) and a 
greater post- assessment of 3.6 (SD=.37). 
Research Objective 8: Describe the difference in the Color Blind Racial Attitude of 
Freshman College of Agriculture students before and after a Fast Friends Project 
intervention. 
Research objective 8 sought to describe the difference in color blind racial attitude 
college freshman before and after the Fast Friends intervention. Table 4.3 describes the 
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control group and the treatment group. There was no significant difference in the control 
group pre-assessment 3.5 (SD=.25) and post-assessment 3.6 (SD=.64); conditions; t 
(5.22) = -.26, p = 0.80. There was no significant difference in the control group pre-
assessment 3.6 (SD=.36) and post-assessment 3.6 (SD=.37); conditions; t (16.93) = .057, 
p = .96. 
Research Objective 9: Describe the difference in the Color Blind Racial Attitude of 
Freshman College of Agriculture students that participated in the Fast Friends 
Project intervention and those that did not. 
Research objective 9 sought to describe the difference in almost perfect scale of 
freshman college students that participated in the Fast Friends intervention and those that 
did not. Table 4.3 describes the control group and the treatment group. An analysis of 
variance between the treatment and control group showed F = .052 with; df = 3 and  2 = 
.11.  There was a non-significant difference in the treatment and control group on color 
blind racial attitude with a mean square of 0.01[F(3,29) = .052, p = .984]. Table	  4.3	  
Student	  Participants	  Color	  Blind	  Racial	  Attitude	  by	  Experimental	  Group	  (n	  =	  15)	  Characteristic	  	  	   Control	   Treatment	  Color	  Blind	  Racial	  Attitude	   m(SD)	   m(SD)	  Pre-­‐Assessment	   	  3.5(.25)	   3.6(.36)	  Post-­‐Assessment	   3.6(.64)	   3.6(.37)	  t-­‐score	   -­‐.23	   -­‐.65	  F=.05;	  df	  =	  3;	  R2=	  .11	  
Research Question 10: Describe the pre- and post- Communal Orientation of the 
student participants. 
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Research objective 10 sought to describe the pre- and post- communal orientation 
of the student participants. Table 4.5 describes the control group and the treatment group. 
As shown, (N=15) total number of students, consisting of (n=5) control group and (n=10) 
treatment group. For the Communal Orientation the control group pre-assessment 
reported a mean of 3.5 (SD=.51).  The control group post-assessment reported an increase 
mean value at 3.9 (SD=.52). The treatment group mean value for the pre- assessment was 
greater than the control group pre-assessment mean, and the post-assessment mean for 
the treatment group was lower than the control post-assessment mean. The treatment 
group reported a pre-assessment mean value of 3.6 (SD=.38) and an equivalent post- 
assessment mean value of 3.6 (SD=.31).  
Research Objective 11: Describe the difference in the Communal Orientation of 
freshman College of Agriculture students before and after a Fast Friends Project 
intervention. 
Research objective 11 sought to describe the difference in communal orientation 
of college freshman before and after the Fast Friends intervention. Table 4.4 describes the 
control group and the treatment group. There was no significant difference in the control 
group pre-assessment 3.5 (SD=.51) and post-assessment 3.9 (SD=.52); conditions; t 
(7.99) = -1.178, p = .27. There was no significant difference in the treatment group pre-
assessment 3.6 (SD=.38) and post-assessment 3.6 (SD=.31); conditions; t (15.42) = .29, p 
= .73. 
Research Objective 12: Describe the difference in the Communal Orientation of 
freshman College of Agriculture students that participated in the Fast Friends 
Project intervention and those that did not. 
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Research objective 12 sought to describe the difference in communal orientation 
of freshman college students that participated in the Fast Friends intervention and those 
that did not. Table 4.3 describes the control group and the treatment group. An analysis of 
variance between the treatment and control group showed F = .84 with; df = 3 and  2 = 
.019. There was a non-significant difference in the treatment and control group on 
communal orientation with a mean square of 0.14[F(3,28) = .84, p = .49]. Table	  4.4	  
Student	  Participants	  Communal	  Orientation	  by	  Experimental	  Group	  (n	  =	  15)	  Characteristic	  	  	   Control	   Treatment	  Communal	  Orientation	   m(SD)	   m(SD)	  Pre-­‐Assessment	   3.5(.51)	   3.6(.38)	  Post-­‐Assessment	   3.9(.52)	   3.6(.31)	  t-­‐score	   -­‐1.18	   .29	  F=.84;	  df	  =	  3;	  R2=	  .019	  
Research Question 13: Describe the pre- and post- Collective self-esteem of the 
student participants. 
Research objective 10 sought to describe the pre- and post- collective self-esteem 
of the student participants. Table 4.5 describes the control group and the treatment group. 
As shown, (N=15) total number of students, consisting of (n=5) control group and (n=10) 
treatment group. For the Communal Orientation the control group pre-assessment 
reported a mean of 3.9 (SD=.51).  The control group post-assessment reported a mean 
value at 4.2 (SD=.32) was greater to the pre-assessment mean.  The treatment group 
mean value for both the pre- assessment was greater than the control group pre-
assessment mean and post-assessment mean.  The treatment group post assessment was 
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lower than the control pre-assessment mean. The treatment group reported a pre-
assessment a mean of 4.1 (SD=.34) and a lower post- assessment of 3.8 (SD=.39).  
Research Objective 14: Describe the difference in the Collective Self-Esteem of 
freshman College of Agriculture students before and after a Fast Friends Project 
intervention.  
Research objective 14 sought to describe the difference in collective self-esteem 
of college freshman before and after the Fast Friends intervention. Table 4.4 describes the 
control group and the treatment group. There was no significant difference in the control 
group pre-assessment 3.9 (SD=.51) and post-assessment 4.2 (SD=.32); conditions; t 
(6.76) = -1.16, p = .273. There was no significant difference in the treatment group pre-
assessment 4.1 (SD=.34) and post-assessment 3.8 (SD=.39); conditions; t (16.99) = 2.33, 
p = .03.  
Research Objective 15: Describe the difference in the Collective Self-Esteem of 
freshman College of Agriculture students that participated in the Fast Friends 
Project intervention and those that did not. 
Research objective 15 sought to describe the difference in collective self-esteem 
of freshman college students that participated in the Fast Friends intervention and those 
that did not. Table 4.3 describes the control group and the treatment group. An analysis of 
variance between the treatment and control group showed F = 2.29 with; df = 3 and  2= 
.122. There was a significant difference in the treatment and control group on collective 
self-esteem with a mean square of 0.34 [F (3,28) = 2.29, p = .04]. Table	  4.5	  
Student	  Participants	  Collective	  Self-­Esteem	  by	  Experimental	  Group	  (n	  =	  15)	  Characteristic	   Control	   Treatment	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Collective	  Self-­‐Esteem	   m(SD)	   m(SD)	  
3.9(.51)	   4.1(.34)	  4.2(.32)	   3.8(.39)	  Pre9 Assessment	  Post9Assessment	  t-score	   -­‐1.16	   2.33	  *	  * =	  p	  <	  .05F=2.29;	  df	  =	  3;	  R2=	  .122;	  p	  =	  0.04	  
Table 4.5 Continued 
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CHAPTER 5 
CONCLUSIONS AND RECOMMENDATIONS 
    This study was generated by utilizing the Fast Friends research procedures that 
examines interpersonal closeness (Aron et al. 1997), cross-group friendship, and anxiety 
(Page-Gould, Mendoza-Denton, & Tropp, 2008). Previous research supports that cross 
group friendships reduce racial anxiety (Page-Gould, Mendoza-Denton, & Tropp, 2008) 
and close relationships develop through social interactions with outgroup strangers 
predicted by positive experiences (Page-Gould, Mendoza-Denton, Alegre, & Siy, 2010). 
This study did not have findings similar to previous research. Individuals that did receive 
the treatment and those that did not receive the treatment failed to have significant 
difference between pre-and post-assessment or between control and treatment 
populations in evaluations based upon: implicit theory of intelligence, almost perfect 
scale, color blind racial attitude, and communal orientation. However, results did indicate 
a significant decrease in collective self-esteem among treatment group participants.   
Summary of Research with Conclusions, Implications, Recommendations, and 
Recommendations for Further Research 
Regarding the Implicit Theory of Intelligence among the student participants. 
Human psychology and behaviors are factors of implicit theories of intelligence 
(Cabello & Fernandez-Berrocal, 2015). Individuals with incremental intelligence tend to 
be goal oriented and consider making effort as necessary that is positive for improvement 
of malleable traits (Dweck and Leggett, 1989; Blackwell et al., 2007; Cabello & 
Fernandez-Berrocal, 2015). Based upon the findings, over the 7 week span of the Fast 
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Friends project, both the control and treatment group declined in their implicit 
intelligences. A significant difference was not present; thus the treatment had no effect on 
the implicit intelligence of the student participants. 
Regarding the Almost-Perfect scale among the student participants. 
The almost perfect scale classifies individuals between adaptive perfectionism 
and maladaptive perfectionism or non-perfectionists and measures attitudes of individuals 
towards themselves, their performance, and attitudes towards others (Slaney et al. 2001). 
The scale developed by Slaney and Ashby (1996) includes three variables: High 
Standards, Order, and Discrepancy. Adaptive and maladaptive perfectionism rates highly 
in both Standards and Order, however, maladaptive perfectionism rates highly in 
Discrepancy (Wang & Slaney, 2015). Over the 7 week timeline the control group and 
treatment group noticed insignificant changes in their adaptability. Although an overall 
mean score for both groups had a slight increase that was an insignificant improvement.   
Regarding the Blindness Racial Attitude among the student participants. 
Color blind racial attitude is based on individual’s awareness and racial attitudes.  
Color blind racial attitude evaluates individuals on three components: racial privilege, 
intuitional discrimination, and blatant racial issues (Neville, et al., 2000; Sobottka, 2010). 
Based upon the findings, it was determined that the control group’s racial color-blindness 
increased over the three month span of the study. Following the 7 week intervention, no 
change in color blind racial attitude was determined among the treatment group 
indicating the intervention had no impact on color blind racial attitude in both 
populations.   
Regarding the Communal Orientation among the student participants. 
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Communal orientation measures how much an individual cares for another’s 
wellbeing and how much one may value another person’s needs or feelings. According to 
Clark, Ouellette, Powell, & Millberg (1987) high levels of communal orientation are 
associated with people who are more helpful than individuals with low communal 
orientation. Individuals with high levels of communal orientation also expect others to 
help in return; much like a mutually beneficial transaction. Based upon the findings of 
both the control and treatment groups, only the control group improved their communal 
orientation over the 7 week span of the Fast Friends project, however, it was non-
significant. The treatment group showed no change in communal orientation from pre- to 
post- assessment.  
Regarding the Collective Self-Esteem among the student participants. 
Collective Self-Esteem measures self-perception from how an individual interacts 
in social groups or with others (Luhtanen & Crocker, 1992). According to the results, the 
control group improved over the timeline devoted to the Fast Friends project, while the 
treatment group decreased. The improvement of the control group was not significant; 
however the decrease of the treatment group was determined to be a significant change. 
In addition, a significant difference existed between change the control or treatment 
groups based upon their pre- and post- results.  
Implications From to Conclusion Based Upon Implicit Bias Theory 
According to Cabello & Fernandez-Berrocal (2015) theories of implicitness act as 
structures of knowledge (Chiu et al. 1997; Plaks et al., 2009) and the way that people 
interpret and process individually or of other objects such as people generally mirrors 
implications of implicit theories (Dweck, 2012, 2012; Leith et al., 2014).  Therefore, 
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“implicit theories profoundly affect human behavior, and understanding natural variation 
in those theories may help predict how people will respond to particular stimuli, 
psychotherapy, or behavioral training,” (Cabello & Fernandez-Berrocal, 2015). Prior to 
this study it was predicted that the Fast Friends intervention would impact the outlook, 
behavior, and implicitness of students by the interaction of cross-groups and formation of 
cross-group friendships.  More specifically it was projected that the Fast Friends program 
would assist in lowering racial anxiety, implicitness, prejudice, and racial color-blindness 
among entering freshmen at the University of Kentucky’s College of Agriculture, Food & 
Environment. In this study non-significant findings were discovered with the exception of 
a significant difference that existed between change the control or treatment groups based 
upon their pre- and post- results in the category of collective self-esteem.  
Collective self-esteem measures self-image and self-perception from how an 
individual interacts with others or in social groups (Luhtanen & Crocker, 1992). 
Therefore, it indicates a person’s self-perception and confidence when interacting with 
others of another social group. In this study, the treatment group’s collective self-esteem 
significantly decreased after participating in the Fast Friends intervention. In all other 
categories including implicit theory, almost perfect scale, color blind racial attitude, and 
communal orientation, there was no significant change for both control or treatment 
groups of students. The significant decrease of collective self-esteem for the treatment 
group and lack of change in all other categories potentially indicates that personally 
interacting with an individual of a cross group three times over the course of a semester is 
not strong enough change an entire mindset or perception of person. However, it is 
potentially influential enough to generate a new schema in their brain due to interactions 
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thus altering their collective self-esteem. The treatment group consisting of paired 
students, one African American and one Caucasian, had a decrease in their collective 
self-esteem or rather decrease in their confidence when interacting with a cross-group 
member. This indicates that due to the intimate interaction of the Fast Friends project, 
treatment group members realized that they are not as confident and assured as they 
thought when interacting with a cross group member.  
One may view a significant decrease in collective self-esteem of treatment group 
members as an undesirable outcome, however, this result signifies sign of increasing self-
awareness in an intergroup context. After three very intimate interactions with a cross 
group partners over 7 weeks, treatment group members decreased their self-perception 
and self-confidence when engaging in social settings. These interactions made a lasting 
impression and change their perception of interacting with a person of another race. 
Growth in self-awareness and the decrease in confidence suggests a change in 
perceptions of people that are different which could implicitly alter future social 
behaviors of students. 
To explain this change in self-perception, the process of direct priming effect 
will be utilized. It was previously mentioned that foundations of implicit memory rest on 
the discovery of priming. After research on amnesia patients, researchers discovered that 
exposure to an episode or form of stimuli influences later response to a future stimuli. 
When priming occurs an event and exposure makes a large enough impact that it literally 
primes the brain making a lasting impression in an individual’s memory (Kihlstromg, 
Barnhardt & Tataryn, 1992). Priming effect is implicit because the later response happens 
without awareness of the former stimuli, or rather, lack of knowing why the response 
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occurred. In this study the exposure to an episode is the student’s interactions with the 
Fast Friends intervention, and the later response is the significant decrease in collective 
self-esteem of treatment group members after the intervention. The priming that occurred 
by the exposure of the Fast Friends program induced a response that decreased treatment 
groups self-perception and confidence when interacting with a cross-group individual. 
Due to the implicit priming effect that took place for treatment group members, one can 
conclude that a change in collective self-esteem did in fact change the implicit bias of 
students.  
Recommendations for Future Research 
In similar study of cross-group interactions with college students such as Page-
Gould, Mendoza-Denton, Alegre, & Tropp (2010) students received college credit or a 
monetary fund. In Aron et al. (1997) the population of students were recruited from a 
psychology course.  Not all students were required to participate, however, the study was 
conducted during class hours. Methods such as offering course credit, or conducting the 
study during a course session could increase the study population and active participation 
of students.  
If this study was to be repeated, it is recommended that study population be 
recruited from one or more freshman courses and the study be conducted during class 
hours.  This would increase the student population and increase accountability of 
students. It is also recommended that the study occur outside of just a college of 
agriculture to obtain a sample population that is more reflective of all college students. 
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 Based on the negative change in collective self-esteem of treatment group 
members it is recommended that the colleges and universities foster more opportunities 
for individuals to have cross-group interactions that are integrated into curricular and 
non-curricular activities for students. Many of the current opportunities for students on 
campus are formed utilizing recruitment methods that are based on ‘like’ interests and 
characteristics. Examples of cross-group engagement include increasing active 
involvement in cultural groups on campus such campus cultural centers and the creation 
of emersion experiences through students organizations. Off campus engagement is also 
recommended such as cultural emersion and relationship building with community 
organizations and stakeholders that will increase exposure and interaction diverse 
communities, neighborhoods, and families. When engaging in the community 
Participatory Action Research (Reason & Bradbury, 2008) approaches are recommended 
in order to enrich experiences for both university and community members. 
 As shown in this study, just three interactions may not have been enough to 
significantly alter total mindsets of students. The more opportunities to encourage 
priming effects, the greater the chance of altering implicit bias of students. It is 
recommended that universities and colleges not just provide minimal cross-group 
interaction opportunities for student their freshman year, but consistently provide these 
interactions throughout the entire college experience. As student progress through their 
high education career, advisors, mentors, faculty, and staff should encourage students to 
generate new forms of meaningful interactions with cross-groups early on in their 
education with hopes altering implicitness and developing student’s intrinsic desire to 
interact and engage with other cross-group populations.  
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Limitations to the Study 
Although many of the results from this experiment were largely dispiriting, the 
purpose, efforts, and theoretical foundation of this study were needed and worth 
investigating. Despite the majority of insignificant results there is still much to learn from 
this study.  
 Apparent limitations occurred with the small study population of both the 
treatment and control groups. Freshman students declared in the College of Agriculture, 
Food, and Environment at the University of Kentucky that identified as African 
American or Caucasian were eligible for this study. Recruitment of African American 
students was challenging due to a small population of African Americans within the 
agriculture college. When many Caucasian students discovered the purpose of the study, 
they were no longer interested in participating. Students selected for the treatment group 
were required to meet three times throughout the semester. At each meeting students 
were paired with the same individual of same sex and different race for all three 
meetings. Therefore students had to match there availability with their paired partner and 
often selected weekend time slots. Despite offering a monetary reward for compliance, 
throughout the process of the study many students were late to their meetings, did not 
show up, or had to reschedule which potentially caused frustration and discouragement 
with their partner. Inconsistency could have affected the interactions of the students and 
may have skewed the results for the post-assessments of the treatment group. Those that 
did not comply with consent and posed repetitive scheduling challenges were excused 
from the program decreasing the study population.  An additional limitation of this study 
is that the population was designated solely with college of agriculture students. Opening 
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recruitment to the larger body of the University of Kentucky may lead to a larger sample 
population and be more representative of the demographics chosen for this study. 
Discussion 
Based upon previous research and validity of the Fast Friends program it was 
predicted that through this intervention a lowering in racial anxiety, implicitness, 
prejudice, and racial color-blindness among entering freshmen at the University of 
Kentucky’s College of Agriculture, Food & Environment would occur. Evaluation of 
these interventions was conducted by measuring levels of 1) implicit theory of 
intelligence, 2) almost perfect scale, 3) color blind racial attitude scale, 4) communal, and 
5) collective self-esteem.  Limitations in this study such as small population size,
conducting interactions outside of a required class times, and the need for paired students 
to meeting at the same time posed challenges with recruitment and retention of the study 
population. It is possible that these conditions screwed the results of the post-assessment 
evaluation, and impacted the three cross-group interactions throughout the semester.   
The students in this study likely came from backgrounds and communities of 
‘like’ characteristics. Implicit biases are formed and influenced by previous experiences 
of individuals such as the way in which an individual is raised, what they are exposed to, 
cultural influences, and additionally stereotypes which all impact implicit mindsets. As 
the participants of this study were college freshman their mindset were likely still heavily 
influenced by their pre-college experiences. According to results of this study non-
significant results were found for 1) implicit theory of intelligence, 2) almost perfect 
scale, 3) color blind racial attitude scale, 4) communal orientation, with the exception of 
5) collective self-esteem. Based on the results of this study, the Fast Friends intervention
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encouraged the condition of priming effect which changed collective self-esteem of 
treatment group members, thus altering implicit bias of students.   
In academic and scientific communities, it is well known that there are pressures 
to obtain significant results in research. Studies with significant findings are more likely 
to be published which fulfill demands such as employment standards and tenrueship.  
However few significant and even non-significant results are still critical to science and 
can be power tools in future contributions to research. In this research study the 
implicitness of students for four out of five mindset indicators did not change and the 
implicit bias of students and only did change through a decrease of self-perception and 
self-confidence when interacting with others.  Despite just having one significant finding, 
understanding the mechanism to change student’s self-perception and confidence when 
interacting with another race is extremely powerful. Changing student’s self-perception 
through interaction with a cross group member can serve as a catalytic or beginning 
platform for a progression of building cultural competency throughout the course of their 
education.  
As previously mentioned, college campuses are known to have diverse 
populations and severe as a resource for students to prepare for working in a diverse 
workforce and in multicultural communities. At the University of Kentucky first year 
students participate in the Living Learning Program (LLP) (University of Kentucky, 
2017). Students live and interact with other college freshman with similar academic 
interests and degree programs in order to increase a sense of community in and outside of 
the classroom. Although students within an LLP cohort do have similar academic 
interests, some students come from various backgrounds. Due to social homophily 
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student will likely choose to engage with people of ‘like’ characteristics such as 
socioeconomic, ethnic, and racial backgrounds. All of the students that participated in the 
Fast Friends program were in an LLP and specifically the Agriculture Residency. 
Students were not only on a diverse university campus, they were also members of the 
LLP program which requires student to live with a cohort of students. Due to the living 
and academic requirements of freshman on the University of Kentucky, whether students 
participated in this study or not, through the LLP or by taking course on campus students 
are likely to have some form of interaction with students of a different multicultural 
background. The results of the Fast Friends study showed that the control group had no 
significant change in their implicit bias in all categories. What is telling about this finding 
is that even when students live on a diverse campus and participate in programs such as 
the LLP implicit mindsets of students did not change. Whether students participated in 
the Fast Friends program or not the experience associated with being on a diverse college 
campus and interacting with students on intimate level in dorms, in classes, or through 
extracurricular activities potentially has no significant impact on the bias of freshman 
student populations. This may suggest that programs such as the LLP  may not be as 
effective as intended to generate a sense of community, do not aid in decreasing bias, and 
do not encourage formation of cross-friendships among students.  
During the first two interactions of the treatment groups pairs of students 
interacted on a very personal level and were required to ask each other questions (See 
Appendix B) such as: 
Set 2, slip 12 
How do you feel about your relationship with your mother? 
Set 3, slip 9 
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If you were to die this evening with no opportunity to communicate with anyone, 
what would you most regret not having told someone? Why haven't you told them 
yet? 
 
Set 2, slip 12 
What would make you feel most betrayed by your mate - indifference? 
Dishonesty? Infidelity? 
 
Set I, slip 11  
How do you feel when people like you because they think you are someone you 
are not? 
 
Set I, slip 12 
How many children do you hope to have? Do you know what you will name 
them? If yes, what? 
 
Set 2, slip 2 
Would you be content with a marriage of the highest quality in all respects but 
one – it completely lacked sex? 
 
These are just a few examples of the questions that paired partners asked each 
other throughout the course of the program. The interactions in the intervention were 
strategically designed to break the comfort zone of students, allowing for vulnerability, 
and encouragement of meaningful and honest responses by students. Even with these 
types of reactions, the implicitness changed in only one category. The bias of students 
and their upbringing was so strong that it only minimally altered their mindset and 
changed their implicitness.  Due to my personal experiences and the results from the 
study, it is recommend that students be required to meet more than three times throughout 
the semester, consistently interact with cross-groups throughout their college experience, 
have these interactions and experiences that encourage opportunity for priming effects 
and have these opportunities based on a sequential six stage developmental model by 
Helms (1995). 
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The Helm’s White Racial Identity Development Model by Helm’s (1995) depicts 
two phases: 1) abandonment of racism and 2) defining a non-racist identity. Each phase 
has three stages which are also referred to as identities. There are six identities in total 
that follow a sequential order. In phase 1, abandonment of racism the three identities that 
exist are: 1) contact, 2) disintegration, and 3) reintegration. Following phase 1 is phase 2, 
defining a nonracist white identity. The identities of phase two are: 4) pseudo-
independence, 5) immersion/emersion, and 6) autonomy. The Model of White Identity 
Development is show in Table 5.1  
Table 5.1  
Helms’s White Identity Development Model  
In stage 1) contact, individuals are characterized as overtly racist and have 
minimal interactions with diverse racial and ethnic backgrounds. In stage 2) 
disintegration, individuals advocate and practice racial color-blindness, do not believe 
they are a racist, and believe that society is based on and supports equality of all people 
no matter their racial and ethnic composition. In stage 3) reintegration, members of the 
dominant white race have pride in their dominance and believe minorities groups are to 
blame for their own misfortunes and setbacks in society. This concludes the Phase 1, the 
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abandonment of racism, and according for Sue et al. (1998), most Americans do not leave 
phase one and the majority of society rests at 3) reintegration. In phase 2, defining a 
nonracist white identity, there are three additional stages all of which cannot occur until a 
significant and influential change happens for an individual. Stage four, 4) pseudo-
independence, is generated when a person experiences a significant event that is so 
shocking or painful that makes them question racial and cultural realities and forever 
alters their perception because they now see outside of the dominant perspective. This 
individual now wants to know more about the exposure that they have experienced and 
can no longer go back to their previous mindset and the way of thinking they had before. 
The next stage 5) immersion/emersion, the individual now places themselves in 
exploration of what they have been influenced by. They desire to know more about 
racism, their bias, and desire to find was to decrease racism and bias. The final stage 6) 
autonomy occurs when a person has accepted there privileges, acknowledges their own 
biases, and recognizes biases in others. They now feel free to interact and engage in 
multiple cultural and ethnic groups, are comfortable with the realities of race and racism, 
values diversity, and interacts with other group and individuals of different identities. If 
universities desire to produce students that are prepared for a diverse communities and 
workforces, then they must work toward developing autonomous graduates of their 
programs.  
Based on the results of the Fast Friends experiment, it is likely that control group 
participates did exceeded the phase one of Helm’s White Identity Development Model. 
However, treatment group members that had a decrease in their collective self-esteem 
may have had a pseudo-independent, which changed their self-perception when 
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interacting with a cross-group member. This pseudo-independent experience changed 
their implicitness which may have progresses the individuals to phase two advancing 
them on Helm’s model and moving them closer to autonomy.   
This achievement can encourage students to intrinsically desire to immerse 
themselves in diverse settings and potentially reach autonomy; all of which follow an 
individual’s life changing pseudo-independent experience. This is why it is recommend 
that the Fast Friends procedure and other programs within the University system structure 
campus opportunities to encourage priming effects through repetition to alter implicitness 
of student and structure these opportunities to foster pseudo-independent experiences for 
college students.  
It is advantageous for universities to development culturally competent and self-
aware students that are on track to reach autonomy during or soon after their college 
experience. This can be greater achieved through integration of programs and activities 
that go far beyond bringing students from diverse backgrounds in the same space. They 
must promote interactions on an intimate level, foster development cross-group 
friendship, alter student’s implicitness, assist in creating pseudo-independent experiences, 
and create opportunity for emersion so student can strive for autonomy.  
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APPENDIX A: CONSENT FORMS 
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APPENDIX B: SURVEY INSTRUMENT 
Measure 1: Implicit Theory of Intelligence Scale (Mindset) 
Directions: Below are questions that deal with the Implicit Theory of Intelligence. Using 
the 6-point scale below, please provide your honest rating by circling the appropriate 
number that corresponds to the most appropriate level of agreement. Please be honest in 
your responses: there is no right answer.  
Implicit Theory Anchors 
1- Strongly Agree (SA) 
2- Agree (A) 
3- Mostly Agree (MA) 
4- Mostly Disagree (MD) 
5- Disagree (D) 
6- Strongly Disagree (SD) 
Implicit	  Theories	  of	  Intelligence	  Scale	  for	  Children-­‐Self	  Form	  
SA	   A	   MA	   MD	   D	   SD	  
1	   You	  have	  a	  certain	  amount	  of	  
intelligence,	  and	  you	  really	  can't	  
do	  much	  to	  change	  it………………..	  
1	   2	   3	   4	   5	   6	  
2	   Your	  intelligence	  is	  something	  
about	  you	  that	  you	  can't	  change	  
very	  much………………………………..	  
1	   2	   3	   4	   5	   6	  
3	   You	  can	  learn	  new	  things,	  but	  
you	  can't	  really	  change	  you	  
basic	  
intelligence……………………………..	  
1	   2	   3	   4	   5	   6	  
4	   No	  matter	  who	  you	  are,	  you	  can	  
change	  your	  intelligence	  a	  
lot……	  
1	   2	   3	   4	   5	   6	  
5	   You	  can	  always	  greatly	  change	  
how	  intelligent	  you	  are…………….	   1	   2	   3	   4	   5	   6	  
6	   No	  matter	  how	  much	  
intelligence	  you	  have,	  you	  can	  
always	  change	  it	  quite	  a	  bit………	  
1	   2	   3	   4	   5	   6	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Measure 2: Almost Perfect Scale 
Directions: Below are questions that deal with the Almost Perfect Scale. Using the 
seven-point scale below, please provide your honest rating by circling the appropriate 
number that corresponds to the most appropriate level of agreement. Please be honest in 
your responses: there is no right answer.  
Almost Perfect Anchors 
1- Strongly Disagree 
2- Disagree  
3- Slightly Disagree  
4- Neutral 
5- Slightly Agree 
6- Agree 
7- Strongly Agree 
Almost	  Perfect	  Scale-­‐	  Revised	  
Strongly	  
Disagree	  
Disagree	   Slightly	  
Disagree	  
Neutral	   Slightly	  
Agree	  
Agree	   Strongly	  
Agree
1	   I	  have	  high	  standards	  for	  
my	  performance	  at	  work	  or	  
at	  school……………………………	  
1	   2	   3	   4	   5	   6	   7	  
2	   I	  am	  an	  orderly	  person………	  
1	   2	   3	   4	   5	   6	   7	  
3	   I	  often	  feel	  frustrated	  
because	  I	  can't	  meet	  my	  
goals…………………………………	  
1	   2	   3	   4	   5	   6	   7	  
4	   Neatness	  is	  important	  to	  
me…………………………………….	   1	   2	   3	   4	   5	   6	   7	  
5	   If	  you	  don't	  expect	  much	  
out	  of	  yourself,	  you	  will	  
never	  succeed………………….	  
1	   2	   3	   4	   5	   6	   7	  
6	   My	  best	  just	  never	  seems	  
to	  be	  good	  enough	  for	  me..	   1	   2	   3	   4	   5	   6	   7	  
7	   I	  think	  things	  should	  be	  put	  
away	  in	  their	  place……………	   1	   2	   3	   4	   5	   6	   7	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8	   I	  have	  high	  expectations	  for	  
myself……………………………….	   1	   2	   3	   4	   5	   6	   7	  
9	   I	  rarely	  live	  up	  to	  my	  high	  
standards………………………….	   1	   2	   3	   4	   5	   6	   7	  
10	   I	  like	  to	  always	  be	  
organized	  and	  disciplined….	   1	   2	   3	   4	   5	   6	   7	  
11	   Doing	  my	  best	  never	  seems	  
to	  be	  enough…………………….	   1	   2	   3	   4	   5	   6	   7	  
12	   I	  set	  very	  high	  standards	  
for	  myself………………………….	   1	   2	   3	   4	   5	   6	   7	  
13	   I	  am	  never	  satisfied	  with	  
my	  accomplishments………..	   1	   2	   3	   4	   5	   6	   7	  
14	   I	  expect	  the	  best	  from	  
myself……………………………….	   1	   2	   3	   4	   5	   6	   7	  
15	   I	  often	  worry	  about	  not	  
measuring	  up	  to	  my	  own	  
expectations……………………..	  
1	   2	   3	   4	   5	   6	   7	  
16	   My	  performance	  rarely	  
measures	  up	  to	  my	  
standards………………………….	  
1	   2	   3	   4	   5	   6	   7	  
17	   I	  am	  not	  satisfied	  even	  
when	  I	  know	  I	  have	  done	  
my	  best…………………………….	  
1	   2	   3	   4	   5	   6	   7	  
18	   I	  try	  to	  do	  my	  best	  at	  
everything	  I	  do…………………	   1	   2	   3	   4	   5	   6	   7	  
19	   I	  am	  seldom	  able	  to	  meet	  
my	  own	  high	  standards	  of	  
performance…………………….	  
1	   2	   3	   4	   5	   6	   7	  
20	   I	  am	  hardly	  ever	  satisfied	  
with	  my	  performance……….	   1	   2	   3	   4	   5	   6	   7	  
21	   I	  hardly	  ever	  feel	  that	  what	  
I've	  done	  is	  good	  enough….	  
1	   2	   3	   4	   5	   6	   7	  
22	   I	  have	  a	  strong	  need	  to	  
strive	  for	  excellence………….	  
1	   2	   3	   4	   5	   6	   7	  
23	   I	  often	  feel	  disappointment	  
after	  completing	  a	  task	  
because	  I	  know	  I	  could	  
have	  done	  better………………	  
1	   2	   3	   4	   5	   6	   7	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Measure	  3:	  Color	  Blind	  Racial	  Attitude	  Scale	  
Directions:	  Below	  are	  questions	  that	  deal	  with	  the	  Color	  Blind	  Racial	  Attitude	  Scale.	  
Using	  the	  6-­‐point	  scale	  below,	  please	  provide	  your	  honest	  rating	  by	  circling	  the	  
appropriate	  number	  that	  corresponds	  to	  the	  most	  appropriate	  level	  raging	  from	  
strongly	  agree	  to	  strongly	  disagree.	  Please	  be	  honest	  in	  your	  responses:	  there	  is	  no	  right	  
answer.	  	  
Color	  Blind	  Attitude	  Anchors	  
1-­‐ Strongly	  Agree	  (SA)	  
2-­‐ Agree	  (A)	  
3-­‐ Mostly	  Agree	  (MA)	  
4-­‐ Mostly	  Disagree	  (MD)	  
5-­‐ Disagree	  (D)	  
6-­‐ Strongly	  Disagree	  (SD)	  
Color	  Blind	  Race	  Attitude	  Scale	  
SA	   A	   MA	   MD	   D	   SD
1	  
Everyone	  who	  works	  hard,	  no	  matter	  what	  
race	  they	  are,	  has	  an	  equal	  chance	  to	  become	  
rich………………………………………………………………..	  
1	   2	   3	   4	   5	   6
2	  
Race	  Plays	  a	  major	  role	  in	  the	  type	  of	  social	  
services	  (such	  as	  type	  of	  health	  care	  or	  day	  
care)	  that	  people	  receive	  in	  the	  U.S………………	  
1	   2	   3	   4	   5	   6
3	  
It	  is	  important	  that	  people	  begin	  to	  think	  of	  
themselves	  as	  American	  not	  African	  
American,	  Mexican	  American	  or	  Italian	  
American……………………………………………………….	  
1	   2	   3	   4	   5	   6
4	  
Due	  to	  racial	  discrimination,	  programs	  such	  
as	  affirmative	  action	  are	  necessary	  to	  help	  
create	  equality………………………………………………	  
1	   2	   3	   4	   5	   6
5	  
Racism	  is	  a	  major	  problem	  in	  the	  U.S…………….	  
1	   2	   3	   4	   5	   6
6	  
Race	  is	  very	  important	  in	  determining	  who	  is	  
successful	  and	  who	  is	  not………………………………	  
1	   2	   3	   4	   5	   6
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7	  
Racism	  may	  have	  been	  a	  problem	  in	  the	  past,	  
it	  is	  not	  an	  important	  problem	  today…………….	  
1	   2	   3	   4	   5	   6
8	  
Racial	  and	  ethnic	  minorities	  do	  not	  have	  the	  
same	  opportunities	  as	  white	  people	  in	  the	  	  
U.S…………………………………………………………………	  
1	   2	   3	   4	   5	   6
9	  
White	  people	  in	  the	  U.S.	  are	  discriminated	  
against	  because	  of	  the	  color	  of	  their	  skin………	  
1	   2	   3	   4	   5	   6
10	  
Talk	  about	  racial	  issues	  causes	  unnecessary	  
tension………………………………………………………….	  
1	   2	   3	   4	   5	   6
11	  
It	  is	  important	  for	  political	  leaders	  to	  talk	  
about	  racism	  to	  help	  work	  through	  or	  solve	  
society's	  problems…………………………………………	  
1	   2	   3	   4	   5	   6
12	  
White	  people	  in	  the	  U.S.	  have	  certain	  
advantages	  because	  of	  the	  color	  of	  their	  
skin……………………………………………………………….	  
1	   2	   3	   4	   5	   6
13	  
Immigrants	  should	  try	  to	  fit	  into	  the	  culture	  
and	  values	  of	  the	  U.S…………………………………….	  
1	   2	   3	   4	   5	   6
14	  
English	  should	  be	  the	  only	  official	  language	  in	  
the	  U.S…………………………………………………………..	  
1	   2	   3	   4	   5	   6
15	  
White	  people	  are	  more	  to	  blame	  for	  racial	  
discrimination	  than	  racial	  and	  ethnic	  
minorities………………………………………………………	  
1	   2	   3	   4	   5	   6
16	  
Social	  policies,	  such	  as	  affirmatives	  action,	  
discriminate	  unfairly	  against	  white	  people……	  
1	   2	   3	   4	   5	   6
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Measure	  4:	  Communal	  Orientation	  Scale	  
Directions:	  Below	  are	  questions	  that	  deal	  with	  the	  Communal	  Orientation.	  Using	  the	  7-­‐
point	  scale	  below,	  please	  provide	  your	  honest	  rating	  by	  circling	  the	  appropriate	  number	  
that	  corresponds	  to	  the	  most	  appropriate	  level	  raging	  from	  extremely	  uncharacteristic	  
of	  me	  to	  extreme	  characteristic	  of	  me.	  Please	  be	  honest	  in	  your	  responses:	  there	  is	  no	  
right	  answer.	  	  
Communal	  Orientation	  Scale	  
(1) Extremely	  Uncharacteristic	  of	  Me…..	  (7)	  Extremely	  Characteristic	  of	  Me	  
Communal	  Orientation	  Scale	  
Scale	  Key:	  (1)	  Extremely	  Uncharacteristic	  of	  Me…(7)	  Extremely	  
Characteristic	  of	  Me	  
1	  
It	  bothers	  me	  when	  other	  people	  
neglect	  my	  needs………………………………….	   1	   2	   3	   4	   5	   6	   7
2	  
When	  making	  a	  decision,	  I	  take	  other	  
people's	  needs	  and	  feeling	  into	  
account…………………………………………………	  
1	   2	   3	   4	   5	   6	   7
3	  
I'm	  not	  especially	  sensitive	  to	  other	  
people's	  feelings…………………………………..	   1	   2	   3	   4	   5	   6	   7
4	  
I	  don't	  consider	  myself	  to	  be	  a	  
particularly	  helpful	  person……………………	   1	   2	   3	   4	   5	   6	   7
5	  
I	  believe	  people	  should	  go	  out	  of	  their	  
way	  to	  be	  helpful………………………………….	   1	   2	   3	   4	   5	   6	   7
6	  
I	  don't	  especially	  enjoy	  giving	  other	  
aid………………………………………………………..	   1	   2	   3	   4	   5	   6	   7
7	  
I	  expect	  people	  know	  to	  be	  responsive	  
to	  my	  needs	  and	  feelings……………………..	   1	   2	   3	   4	   5	   6	   7
8	  
I	  often	  go	  out	  of	  my	  way	  to	  help	  
another	  person…………………………………….	   1	   2	   3	   4	   5	   6	   7
9	  
I	  believe	  it's	  best	  not	  to	  get	  involved	  in	  
taking	  care	  of	  other	  people's	  personal	  
needs……………………………………………………	  
1	   2	   3	   4	   5	   6	   7
10	  
I'm	  not	  the	  sort	  of	  person	  who	  often	  
comes	  to	  the	  aid	  of	  others……………………	  
1	   2	   3	   4	   5	   6	   7
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11	  
When	  I	  have	  a	  need,	  I	  turn	  to	  others	  I	  
know	  for	  help……………………………………….	   1	   2	   3	   4	   5	   6	   7
12	  
When	  people	  get	  emotionally	  upset,	  I	  
tend	  to	  avoid	  them……………………………….	   1	   2	   3	   4	   5	   6	   7
13	  
People	  should	  keep	  their	  troubles	  to	  
themselves……………………………………………	   1	   2	   3	   4	   5	   6	   7
14	  
When	  I	  have	  a	  need	  that	  others	  ignore,	  
I'm	  hurt…………………………………………………	   1	   2	   3	   4	   5	   6	   7
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Measure	  5:	  Collective	  Self-­‐Esteem	  
Directions:	  Below	  are	  questions	  that	  deal	  with	  Collective	  Self-­‐Esteem.	  Using	  the	  7-­‐point	  
scale	  below,	  please	  provide	  your	  honest	  rating	  by	  circling	  the	  appropriate	  number	  that	  
corresponds	  to	  the	  most	  appropriate	  level	  raging	  from	  extremely	  uncharacteristic	  of	  me	  
to	  extreme	  characteristic	  of	  me.	  Please	  be	  honest	  in	  your	  responses:	  there	  is	  no	  right	  
answer.	  	  
Collective	  Self-­‐Esteem	  Scale	  
(1) Extremely	  Uncharacteristic	  of	  Me…..	  (7)	  Extremely	  Characteristic	  of	  Me	  
CSE	  
Scale	  Key:	  (1)	  Extremely	  Uncharacteristic	  of	  Me…(7)	  Extremely	  Characteristic of
Me	  
1	   I	  am	  a	  worthy	  member	  of	  my	  
race/ethnic	  group……………………	  
1	   2	   3	   4	   5	   6	   7
2	   I	  often	  regret	  that	  I	  belong	  to	  my	  
racial/ethnic	  group……………………	  
1	   2	   3	   4	   5	   6	   7
3	   Overall,	  my	  racial/	  ethnic	  group	  
is	  considered	  good	  by	  others…….	  
1	   2	   3	   4	   5	   6	   7
4	   Overall,	  my	  racial/	  ethnicity	  has	  
very	  little	  to	  do	  with	  how	  I	  feel	  
about	  myself……………………………..	  
1	   2	   3	   4	   5	   6	   7
5	   I	  feel	  I	  don’t	  have	  much	  to	  offer	  
to	  my	  racial/ethnic	  group………….	  
1	   2	   3	   4	   5	   6	   7
6	   In	  general,	  I'm	  glad	  to	  be	  a	  
member	  of	  my	  racial/ethnic	  
group………………………………………..	  
1	   2	   3	   4	   5	   6	   7
7	   Most	  people	  consider	  my	  
racial/ethnic	  group,	  on	  the	  
average,	  to	  be	  more	  ineffective	  
than	  other	  groups……………………	  
1	   2	   3	   4	   5	   6	   7
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8	   The	  racial/ethnic	  group	  I	  belong	  
to	  is	  an	  important	  reflection	  of	  
who	  I	  am……………………………………	  
1	   2	   3	   4	   5	   6	   7
9	   I	  am	  cooperative	  participant	  in	  
the	  activities	  of	  my	  racial/ethnic	  
group………………………………………..	  
1	   2	   3	   4	   5	   6	   7
10	   Overall,	  I	  often	  feel	  that	  my	  
racial/ethnic	  group	  is	  not	  
worthwhile……………………………….	  
1	   2	   3	   4	   5	   6	   7
11	   In	  general,	  others	  respect	  my	  
race/ethnicity……………………………	  
1	   2	   3	   4	   5	   6	   7
12	   My	  race/ethnicity	  is	  
unimportant	  to	  my	  sense	  of	  
what	  kind	  of	  a	  person	  I	  am………	  
1	   2	   3	   4	   5	   6	   7
13	   I	  often	  feel	  I'm	  a	  useless	  
member	  of	  my	  racial/ethnic	  
group………………………………………	  
1	   2	   3	   4	   5	   6	   7
14	   I	  feel	  good	  about	  the	  
race/ethnicity	  I	  belong	  to………….	  
1	   2	   3	   4	   5	   6	   7
15	   In	  general,	  others	  think	  that	  my	  
racial/ethnic	  group	  is	  unworthy..	  
1	   2	   3	   4	   5	   6	   7
16	   In	  general,	  belonging	  to	  my	  
race/ethnicity	  is	  an	  important	  
part	  of	  my	  self-­‐image………………..	  
1	   2	   3	   4	   5	   6	   7
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Treatment Group Session One Interactions. 
Directions: (Please both read carefully before continuing) 
This is a study of interpersonal closeness, and your task, which we think will be quite 
enjoyable, is simply to get close to your partner. We believe that the best way for you to 
get close to your partner is for you to share with them and for them to share with you. Of 
course, when we advise you about getting close to your partner, we are giving advice 
regarding your behavior in this demonstration only, we are not advising you about your 
behavior outside of this demonstration.  
In order to help you get close we've arranged for the two of you to engage in a kind of 
sharing game. You're sharing time will be for about one hour, after which time we ask 
you to fill out a questionnaire concerning your experience of getting close to your 
partner.  
You have been given three sets of slips. Each slip has a question or a task written on it. 
As soon as you both finish reading these instructions, you should begin with the Set I 
slips. One of you should read aloud the first slip and then BOTH do what it asks, starting 
with the person who read the slip aloud. When you are both done, go on to the second 
slip – one of you reading it aloud and both doing what it asks. And so forth.  
As you go through the slips, one at a time, please don't skip any slips – do each in order. 
If it asks you a question, share your answer with your partner. Then let him or her share 
their answer to the same question with you. If it is a task, do it first, then let your partner 
do it. Alternate who reads aloud (and thus goes first) with each new slip.  
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You will be informed when to move on to the next set of slips. It is not important to 
finish all the slips in each set within the time allotted. Take plenty of time with each slip, 
doing what it asks thoroughly and thoughtfully. 
 You may begin! Turn to Set I, slip 1. 
Set I, slip 1 
Given the choice of anyone in the world, whom would you want as a dinner guest? 
Set I, slip 2 
Would you like to be famous? In what way? 
Set I, slip 3 
Before making a telephone call, do you ever rehearse what you are going to say? Why? 
Set I, slip 4 
What would constitute a “perfect” day for you? 
Set I, slip 5 
When did you last sing to yourself? To someone else? 
Set I, slip 6 
If you were able to live to the age of 90 and retain either the mind or body of a 30-yearold 
for the last 60 years of your life, which would you want? 
Set I, slip 7 
If you could wake up tomorrow having gained any one quality or ability, what would it 
be? 
Set I, slip 8 
Name three things you and your partner appear to have in common. 
Set 2, slip 9 
What roles do love and affection play in your life? 
Set 2, slip 10 
Alternate sharing something you consider a positive characteristic of your partner. 
Share a total of 5 items. 
Set 2, slip 11 
How close and warm is your family? Do you feel your childhood was happier than most 
other people's? 
Set 2, slip 12 
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How do you feel about your relationship with your mother? 
Set 3, slip 1 
Make 3 true “we” statements each. For instance “We are both in this room feeling ...” 
Set 3, slip 2 
Complete this sentence: “I wish I had someone with whom I could share ...” 
Set 3, slip 3 
If you were going to become a close friend with your partner, please share what would 
be important for him or her to know. 
Set 3, slip 4 
Tell your partner what you like about them; be very honest this time saying things that 
you might not say to someone you've just met. 
Set 3, slip 9 
If you were to die this evening with no opportunity to communicate with anyone, what 
would you most regret not having told someone? Why haven't you told them yet? 
Set 3, slip 10 
Your house, containing everything you own, catches fire. After saving your loved ones 
and pets, you have time to safely make a final dash to save any one item. What would it 
be? Why? 
Set 3, slip 11 
Of all the people in your family, whose death would you find most disturbing Why? 
Set 3, slip 12 
Share a personal problem and ask your partner's advice on how he or she might 
handle it. Also, ask your partner to reflect back to you how you seem to be feeling about 
the problem you have chosen. 
Treatment Group Session Two Interactions. 
Directions: (Please both read carefully before continuing) 
This is a study of interpersonal closeness, and your task, which we think will be quite 
enjoyable, is simply to get close to your partner. We believe that the best way for you to 
get close to your partner is for you to share with them and for them to share with you. Of 
course, when we advise you about getting close to your partner, we are giving advice 
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regarding your behavior in this demonstration only, we are not advising you about your 
behavior outside of this demonstration.  
In order to help you get close we've arranged for the two of you to engage in a kind of 
sharing game. You're sharing time will be for about one hour, after which time we ask 
you to fill out a questionnaire concerning your experience of getting close to your 
partner.  
You have been given three sets of slips. Each slip has a question or a task written on it. 
As soon as you both finish reading these instructions, you should begin with the Set I 
slips. One of you should read aloud the first slip and then BOTH do what it asks, starting 
with the person who read the slip aloud. When you are both done, go on to the second 
slip – one of you reading it aloud and both doing what it asks. And so forth.  
As you go through the slips, one at a time, please don't skip any slips – do each in order. 
If it asks you a question, share your answer with your partner. Then let him or her share 
their answer to the same question with you. If it is a task, do it first, then let your partner 
do it. Alternate who reads aloud (and thus goes first) with each new slip.  
Set I, slip 1 
Do your close friends tend to be older or younger than you? 
Set I, slip 2 
Does living as if you control your own destiny lead to a more powerful life? 
Set I, slip 3 
If you could choose the sex and physical appearance of your soon-to-be-born child, 
would you do it? 
Set I, slip 4 
What would your ideal or perfect life be like? 
Set I, slip 5 
How many times a day do you look at yourself in the mirror? 
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Set I, slip 6 
Would you be willing to have horrible nightmares for a year if you would be rewarded 
with extraordinary wealth? 
Set I, slip 7 
What sorts of things would you do if you could be as outgoing and uninhibited as you 
wished? 
Set I, slip 8 
What important decision in your professional life have you based largely upon your 
intuitive feelings? What about in your personal life? 
Set I, slip 9 
While on a trip to another city, your spouse (or lover) meets and spends a night w/ an 
exciting stranger. Given they will never meet again, and you will not otherwise learn of 
the incident, would you want your partner to tell you about it? 
Set I, slip 10 
Do you judge others by higher or lower standards than you judge yourself? Why? 
Set I, slip 11  
How do you feel when people like you because they think you are someone you are not? 
Set I, slip 12 
How many children do you hope to have? Do you know what you will name them? If 
yes, what? 
Set I, slip 12 
How many children do you hope to have? Do you know what you will name them? If 
yes, what? 
Set 2, slip 2 
Would you be content with a marriage of the highest quality in all respects but one – it 
completely lacked sex? 	  Set 2, slip 3 
What are you looking for when you converse with people? What kinds of things do you 
usually discuss? Are there things that would be more interesting to you? 
Set 2, slip 4 
If you could take a one-month trip anywhere in the world and money were not a 
consideration, where would you go and what would you do? 
Set 2, slip 5 
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How much do you tend to examine your actions and motives to find out more about 
yourself? 
Set 2, slip 6 
What was your most enjoyable dream? Your worst nightmare? 
Set 2, slip 7 
Whom do you admire most? In what way does that person inspire you? 
Set 2, slip 8 
When you are with your friends, do your interactions include much touching – for 
example, hugging, kissing, roughhousing, or rubbing backs? Would you like to have 
more of this? 
Set 2, slip 9 
If you could choose the manner of your death, what would it be? 
Set 2, slip 10 
Can you envision how you are likely to look back upon the things you are doing today? 
If so, how much do you try to live now as you think you will one day wish you had lived? 
Set 2, slip 11 
What do you like the best about your life? Least? 
Set 2, slip 12 
What would make you feel most betrayed by your mate - indifference? Dishonesty? 
Infidelity? 
Set 3, slip 1 
Do you have any specific long-term goals? What is one and how do you plan on reaching 
it? 
Set 3, slip 2 
Do you ever feel nervous about hanging out with other people, even your close friends? 
Set 3, slip 3 
Do you find it so hard to say "no" that you regularly do favors you do not want to do? If 
so, why? 
Set 3, slip 4 
What things are too personal to discuss with others? 
Set 3, slip 5 
Have you ever disliked someone for being luckier or more successful than you? 
Set 3, slip 6 
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Who is the most important person in your life? What could you do to improve the 
relationship? Will you ever do it? 
Set 3, slip 7 
Do you believe our life is predetermined by fate or is solely a consequence of the choices 
we make (or both)? Explain why. 
Set 3, slip 8 
If you were guaranteed honest responses to any three questions, who would you question 
and what would you ask? 
Set 3, slip 9 
Would you risk your life for someone close to you out of feelings of obligation or out of 
feelings of love? What if the person asked you not to risk your life? 
Set 3, slip 10 
In terms of their relative unpleasantness, how would you rank the following: a nude stroll 
in public; being spat upon by a crowd of people; being arrested for shoplifting; begging 
for money at an airport? 
Set 3, slip 11 
If you were happily married, and then met someone you felt was certain to always bring 
you deeply passionate, intoxicating love, would you leave your spouse? What if you had 
kids? 
Set 3, slip 12 
Do you believe in any sort of God? If not, do you think you might still pray if you were 
in a life-threatening situation? 
Treatment Group Session Two Interactions. 
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